An analytical study of the disposition of Atlanta university center college students towards modern foreign languages with an overview of second language acquisition, 1986 by Isaac, Elizabeth A. M. D. (Author)
AN ANALYTICAL STUDY OF THE DISPOSITION OF 
ATLANTA UNIVERSITY CENTER COLLEGE STUDENTS 
TOWARDS MODERN FOREIGN LANGUAGES 
WITH AN OVERVIEW OF SECOND LANGUAGE ACQUISITION 
A THESIS 
SUBMITTED TO THE FACULTY OF ATLANTA UNIVERSITY IN 
PARTIAL FULFILLMENT OF THE REQUIREMENTS FOR 
THE DEGREE OF MASTER OF ARTS 
BY 
ELIZABETH ALICE MARJORIE DESHIELD ISAAC 




TABLE OF CONTENTS 
Page 
LIST OF TABLES   iii 
ACKNOWLEDGEMENTS  iv 
Chapter 
I. INTRODUCTION  1 
II. SECOND LANGUAGE ACQUISITION: AN OVERVIEW  9 
III. ANALYSIS AND DISCUSSION OF THE FINDINGS  25 
IV. CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS .... 46 
ENDNOTES  54 
APPENDIXES  61 
BIBLIOGRAPHY  68 
LIST OF TABLES 
1. Number of Students Taking MFL Requirements by Semester 
and Grade    26 
2. Number of Responses Regarding MFL Grades by Comparison 
and Gender  27 
3. Number of Responses Concerning Class Size  29 
4. Number of Responses Regarding MFL in High Schools by 
Requisite and Gender  30 
5. Number of Responses to MFL Exposure Prior to College by 
Amount of Exposure and Gender  31 
6. Number of Responses for Taking MFL by Motives and Gender . . 33 
7. Number of Responses Regarding Poor Fluency in MFL by 
Reason and Gender  40 
8. Number of Responses Regarding Writing Versus Speaking by 
Agreement and Gender  42 
9. Number of Responses Regarding the Future of MFL by 
Student Proposal and Gender  45 
ACKNOWLEDGEMENTS 
My deepest appreciation is extended to all those who have 
helped me complete this work, and especially to my advisor, Dr. Earle 




This paper concerns the study of modern foreign languages. It 
attempts to analyze the disposition of Atlanta University Center college 
students towards modern foreign languages (MFL). Before discussing the 
analysis of the data, the author presents an overview of second language 
acquisition. The paper is finalized with the conclusions, implications, 
and a few recommendations. 
A thorough search through the files of dissertations and theses 
at the universities of Atlanta, Emory, and Georgia State reveals that to 
date no research of this kind has been undertaken. 
My decision to pursue French at Morris Brown College was not a 
difficult one. Throughout high school it had been one of my favorite 
subjects. It seemed, though, that my fellow collegians regarded my deci¬ 
sion a useless and burdensome undertaking, if not a downright ludicrous 
one. This did surprise me. With the rapid influx of the many Spanish¬ 
speaking Americans in so many cities in mainland America, one could appre¬ 
ciate a decline of interest in French courses on almost any college campus. 
That a comparable upswing in Spanish courses would counter it, however, 
seemed inevitable. 
To this writer, however, it appeared that majoring in modern 
foreign languages (MFL) was indeed a burdensome and useless task, as far 
as the college students of the Atlanta University Center were concerned. 
Only a few of them seemed to be genuinely enthusiastic towards the required 
1 
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MFL courses. Fewer still indicated that they were majoring in "any" 
foreign language. It was difficult to understand why so few black 
Americans were taking advantage of the many opportunities to study modern 
foreign languages. The study of Spanish, in particular, seemed attain¬ 
able. In fact, according to Louise J. Hubbard in her article, "The 
Minority Student in Foreign Languages," MLJ (Spring 1980), Spanish is 
the mother tongue for the largest language minority in the United States.1 
Many of the students registered at one or the other of the four colleges 
which form a part of the Atlanta University Center, were from cities 
such as: New York, Los Angeles, and Miami, to name just a few. Any one 
of them, in addition to Atlanta, could boast of sizable Spanish-speaking 
populations, but even students from these cities did not seem particularly 
interested in- the study of Spanish beyond the required courses. At times 
it appeared there was apathy, and sometimes outright animosity towards a 
different language. A few examples may illustrate the point. 
A certain professor from the Center recounted how he interpreted 
Spanish at Grady Hospital for an ill, Spanish-speaking man. On sharing 
the incident with some of his college students in order to point out the 
usefulness of learning a MFL, he was surprised to find that they found 
it almost impossible to comprehend that Spanish could be the man's "native" 
tongue "because" he was black. They contended that he must have "learned" 
Spanish. In a similar incident, several other college students found it 
equally difficult to believe that French was the native tongue of a young, 
black lady who was from Martinique. She was an exchange student visiting 
one of the colleges in the Center. Again, many of the students seemed 
almost unable to realize that French was her "natural" language as English 
was theirs. For a few students, the study of MFL seemed to present some 
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difficulties with racial identity. For example, the writer vividly 
recalls how forthright a young, male student was in declaring that we, 
in this Center, should he studying "African languages." He went on to 
state he regarded French as "white people's language." 
There were other examples and opinions expressed which caused 
the author to wonder what the general attitude was among the college 
students towards modern foreign languages. Mas it that black students 
had been". . . counseled out of the foreign language field?" If so, 
perhaps they were not totally responsible for their misconceptions with 
respect to the study of modern foreign languages. In any case, the 
author shares Hubbard's opinion that: 
As of now, . . . most black Americans, like most Americans, 
must learn much about Africa, especially the realities of 
language usage; . . . that French is the official language 
of seventeen African countries, . . . that Spanish and 
Portuguese are also the language of African countries. 
It seemed that the majority of students felt that MFL could be 
useful for teaching. Beyond this, though, there were indications that 
they had had little exposure to the vast variety of areas in which MFL 
would not only prove useful, but also remunerative. Edna Sims, writing 
in the CLA Journal (March 1977), concludes her article, "Why Blacks 
Should Study Foreign Languages," with an excellent excerpt from the re¬ 
search undertaken by members of the Modern Language Association. It out¬ 
lines the benefits of foreign languages in business, economics, finance, 
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management, social science and government. It goes without saying that 
the benefits are numerous and the black college student needs to become 
fully aware of them, and to equip himself accordingly. "Without second 
language skills and the broadened understandings that accompany them," 
says Louise Hubbard, "the black American may not be able to take advantage 
4 
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of opportunities for employment." Congressman Paul Simon, a long-time 
contender for and strong proponent of the study of MFL, states in his 
book, The Tongue-Tied American (1980), that in the future, foreign-lan¬ 
guage skills will become increasingly important in the job market.^ He 
also documents how in 1974-75, Olympus Research Corporation sent out 
questionnaires on the foreign-language needs to 5,640 U.S. based companies. 
The results from those who responded: 60,678 positions in which foreign 
language competence is necessary or preferable.^ The research clearly 
shows that MFL are needed, useful, and beneficial. 
Several conversations with many of the college students within 
the Atlanta University Center showed their concerns seemed focused on 
how the MFL requirements would affect their overall grades. A few 
appeared apprehensive that their graduation might even be hampered be¬ 
cause of their MFL studies. Their views varied from very positive to 
very negative, so that the author began to itemize some questions: Do 
the students of the Atlanta University Center recognize MFL as a skill? 
Are they interested in oral proficiency? Does the current approach to 
the study of French and/or Spanish affect the students' decisions to con¬ 
tinue, delay, or even discontinue the study of MFL? What is the disposi¬ 
tion of the college students towards MFL in general? 
The researcher considered that an analysis of the students' 
responses to these and other questions could prove enlightening. Subse¬ 
quently, a questionnaire was developed for the purpose of eliciting the 
information which was analyzed and discussed and forms a major part of 
this paper. 
The goal of the paper is to attempt to determine the disposition 
of the college students of the Atlanta University Center towards MFL in 
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general. In addition, it proposes to attempt to discover whether or not 
the teaching-learning methods, from the students' perspective, encourage 
further study of MFL. It specifically involves those students who were 
enrolled in the required MFL courses in 1982-1983. 
The researcher expects to find that the college student perceives 
MFL as a communicative art in which conversation is the most important 
aspect. She expects to be able to determine whether the disposition of 
the college students of the Atlanta University Center is positive or 
negative towards MFL. An attempt will also be made to determine the rea¬ 
sons for which many college students tend to delay and even discontinue 
further study of MFL. 
Approval to pursue this research for a thesis project was given 
by the researcher's advisor, Dr. Earle D. Clowney of Atlanta University. 
Permission was also obtained from Professor Lurelia Freeman, Clark College 
Dr. Joseph A. Agee, Morehouse College; Dr. Earlene F. Frazier, Morris 
Brown College; and Dr. James S. Gates, Spelman College, to conduct the 
research within their respective colleges. All the above-named people 
were the Chairpersons of the Department of Modern Foreign Languages at 
their various institutions. A copy of the letter requesting permission 
and stating the aims of the study is shown in Appendix I. 
Informal meetings were arranged with these Chairpersons for the 
purpose of apprising instructors and their respective classes of the 
impending thesis project. The researcher considered it important to 
solicit their support to obtain the essential information to facilitate 
the project. A letter was also written to Dr. Blanche Hamilton re¬ 
questing a copy of her recently completed doctoral dissertation pertaining 
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to global education (See Appendix II,). It was suggested that her 
research might be a useful resource. In addition, she could possibly 
prove very helpful since she is the Coordinator of Foreign Language 
Instruction for the Public Schools of Atlanta. 
The Thesis 
The thesis contains four chapters which treat various aspects 
of the research. The first chapter introduces the subject and dis¬ 
cusses the background experiences which prompted the research. It sets 
forth the aims, gives an overview of the questionnaire used, and ex¬ 
plains the methodology for conducting the work. In addition, it states 
briefly the main ideas contained in the remaining three chapters. Chapter 
II will present what some noted linguists opine concerning the nature of 
second-language learning and some of the variables which accompany its 
acquisition. It will also cite some of the views held pertaining to 
foreign language teaching-learning, as well as some of the problems 
involved therein. The thrust of Chapter III will be the analysis and 
discussion of the findings of the current research. The conclusions, the 
implications, and the recommendations will make up the fourth chapter. 
The Questionnaire 
The instrument used for eliciting the students' views concerning 
MFL was a self-administered questionnaire developed by the researcher and 
included a brief statement of explanation (See Appendix III.). There were 
three subsections. Under the first section, the Demographic Information, 
there were six questions. Four questions were asked in the second section 
which concerned the Disposition of Students Towards MFL in General. Ten 
questions were in the third section, titled Disposition of Students Towards 
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MFL Teaching-Learning Methods. 
The Methodology for This Study 
The questionnaires were distributed to students during the 
appointed class periods. The students were informed of their option 
not to participate, but were made aware of the importance of their opin¬ 
ions. They were asked to complete the questionnaire as honestly as 
possible, with the assurance of total confidentiality, and with the 
understanding that in no way would their responses affect their grades. 
Participants were also asked to color code their individual question¬ 
naires by gender and college. The directive for coding was given ver¬ 
bally during the period for completion. The researcher distributed to 
the students appropriately colored markers. The color codes to be placed 
at the top of the first page of the questionnaire were as follows: red 
for Clark, black for Morehouse, purple for Morris Brown, and blue for 
Spelman. Identification for females was a check (/) and a hyphen (-) or 
heavy dot (*) for males. No other identification was necessary. Imme¬ 
diately following completion, the questionnaires were collected from the 
individual students and placed in a manila envelope bearing the name of 
the specific college, the class, and the respective professor, for pur¬ 
poses of careful monitoring of the findings. The study took place during 
the spring semester of the 1982-1983 school year. The sampling frame com¬ 
prised the four hundred and one (401) college students who were enrolled 
in the required MFL programs, and were in attendance on the days on which 
the study was conducted. The study required a two-week period for com¬ 
pletion. Students in classes taking French numbered one hundred and 
ninety-six (196). There were two hundred and five (205) students in 
classes taking Spanish. 
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Prior to the sessions scheduled for completing the questionnaire, 
the instrument was pretested in a class directed by the researcher. Of 
the twenty-five (25) students enrolled in the class, those twenty (20) 
who were present in the regularly scheduled class voluntarily completed 
and returned the questionnaire. They appeared to have no problems with 
answering the questions. A time period of approximately twenty (20) 
minutes was necessary for completion. 
Before discussing the analysis of the current research, the 
author deemed it useful to present an overview of second language acqui¬ 
sition. This presentation follows in Chapter II. 
CHAPTER II 
SECOND LANGUAGE ACQUISITION: AN OVERVIEW 
Review of literature concerning language acquisition reveals that 
it is an area of great interest and on-going investigations. The focus 
of much research has revolved around the nature of language per se, its 
cultural elements, how it is acquired, and its function. 
Consensus among scholars is that language is a phenomenon. What¬ 
ever its nature or function, however, it is acquired. "Language," states 
Julia Falk, "the most commonplace of all human possessions, is possibly 
O 
the most complex and most interesting." She further notes that the study 
of language reveals properties of the human mind and thereby contributes 
Q 
to our understanding of man. John W. Oiler advances the idea that lan¬ 
guage is just one aspect of human cognition and cannot be properly under¬ 
stood apart from it.^ Kenneth Chastain declares that language is a rule- 
governed system, which is infinitely varied, innovative and creative, and 
consists of both competence and performance.^ The scholar, David McNeill, 
notes that according to a traditional view, language is a systematic rela¬ 
tion between sound and meaning.^ "in a general way," he observes, "lan¬ 
guage can be described as a system whereby sound and meaning are related 
1 O 
to each other. . . . Between sound and meaning stands syntax/ He con¬ 
tinues : 
One can think about language in either of two ways. There are, 
first of all, actual acts of speaking and hearing taking place 
in time, suhject to various distractions, limited by memory and 
by the general weakness of human flesh. These were called actes 
de parole by de Saussure and performance by Chomsky (1957). 




. . . The second aspect of language is the knowledge of syn¬ 
tax, meaning and sound that makes performance possihle. De Saussure 
called such knowledge 1angue and Chomsky has called it competence. ^ 
On this point, Julia Falk observes: 
Language and speech are not synonyms. Speech is a concrete, 
physical act--the production of specific utterances con¬ 
taining particular words arranged in particular ways and 
expressed by means of certain sounds. Language is a mental 
phenomenon, a body of knowledge about sounds, meanings, and 
syntax which resides in the mind. This knowledge can be 
put to use, of course, but the speech, or writing, that 
results is merely a representation of the language—it is 
not the language itself.'’ 
She holds also that the distinction between competence and per¬ 
formance is important, for it represents a major difference between the 
linguists' approach to the study of language and the approach of other 
scholars in education, psychology, sociology, foreign-language teaching 
and similar disciplines. "The linguist," she declares, "is primarily 
16 interested in competence," which she describes as the unconscious 
knowledge about sounds, meanings and syntax possessed by speakers of a 
language. It is this body of knowledge which makes performance possible. 
"Linguistic performance," in her opinion, "is actual language behavior-- 
the use of language in daily life. Scholars in other fields are usually 
concerned with performance."^ 
According to Harry R. Warfel : 
Language is a mechanism, a device whereby the mind is able to render 
an account of its intake and output in a systematic manner. The 
rules of the mechanism must be charted before it is possible to 
understand the structure and the meanings of the messages.18 
19 This scholar continues that language is a performance, that it 
inherently has aesthetic properties, that it supplies the malleable medium 
n 91 
for works of verbal art, and that it is a science of human behavior. 
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William Whitney points out that language, articulated speech, is 
a universal and exclusive characteristic of man: no tribe of humankind, 
22 however low, ignorant, and brutish, fails to speak. Immediately it 
becomes apparent that language is universal, is multifarious, . . . and 
it is not easily definable. Nelson Brooks has found: "A review of all 
the languages of the world shows at least 20 families, with sometimes many 
23 
scores of individual languages in each one." Within this context then, 
are the many idioms, the various dialects, the regional isms, the collo¬ 
quialisms, the slangs. In addition, are the specialized languages of 
law, medicine, particular industries and skills, and lately, the language 
of the computer, to cite a few. Thus, one can see that language is, 
undoubtedly, an integral part of the human society and its several commu¬ 
nities. Indeed, one cannot conceive of an existing human society that 
has no language. 
Aldous Huxley suggests that all human societies use some kind of 
language, and have done so from the remotest antiquity. He contends: 
. . . language makes it possible for men to build up the social 
heritage of accumulated skill, knowledge and wisdom, thanks to 
which it is possible for us to profit by the experiences of past 
generations, as though they were our own. . . . Nor is this all. 
The existence of language permits human beings to behave with a 
degree of purposeful ness .perseverance and continuity unknown 
among the other mammals. ^ 
Harold L. Strudler concurs saying, "Largely through the use of 
language, man has been able, as no animal has, to link past with present, 
25 
to build traditions, and to create a culture." Warfel's view is that 
man, society, and culture maintain their stable condition through lan¬ 
guage.26 He states: 
Language is the central manifestation of culture. Of all the 
persistent sets of habits of mankind, language is the only one 
that is constant from the age of two until death. 
, . . From language comes the power to shape and transmit 
thoughts, develop attitudes, establish beliefs, create bodies 
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of specialized knowledge, and to train skills in making tools, 
instruments, machines and 'all the material paraphernalia 
associated with living and society.1 Culture, however one 
defines it, would be impossible without language.27 
These observations attest to the relevant and actual results of 
language: not language per se hut all the by-products which themselves 
possess an even greater potentiality for mankind. This writer is con¬ 
vinced that language is a fact of life, the development of which is out¬ 
wardly imperceptible, almost. Internally, however, it is not only pro¬ 
gressively and permanently established within the human mind, but it is 
also carefully guarded there to emanate in accurate expression as neces¬ 
sity demands it. Brooks observes, "Language, like sleep, is not a sub¬ 
stance but a process: in process it is known to everyone, yet its theory 
28 
all but defies formulation." He comments that this process includes an 
entity known as culture. Perhaps an explication of culture will clarify 
further the nature of language, which is fundamental to it. What then 
is culture? 
The Universal Reference Library (1952) defines culture as the 
training of the mental or moral powers, or the results of such training 
as shown in the intellectual, aesthetic, and spiritual development: re- 
29 finement. The same reference cites culture as a synonym for education, 
30 and explains that it often bespeaks the heritage of generations. This 
statement indicates that culture is transmitted from one generation to 
another. Hence, culture, like language, is determined and directed via 
social mores. 
H. Douglas. Brown affirms that culture is a way of life. Culture 
is the context within which we exist, think, feel, and relate to others. 
It is the "glue" that binds a group of people together. According to 
him: 
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Larson and Smalley .(1972:39) described culture as a 'blue¬ 
print' that guides the behavior of people in a community 
and is incuhated in family life. It governs our behavior 
in groups, makes us sensitive to matters of status, and 
helps us know what others expect of us and what will happen 
if we do not live up to their expectations. Culture helps 
us to know how far we can go as individuals and what our 
responsibility is to the group. Different cultures are 
the underlying structures which make Round community round 
and Square community square. * 
In the opinion of this writer, culture is the evidence pro¬ 
jected by a particular society of its special way of seeing life and 
of living it in that particular manner. It is the distinct interpreta¬ 
tion of life, peculiar to that society or community and to it alone. 
Likewise, the language of that society or community is that speech or 
verbal expression which is distinct and peculiar to that society and to 
it alone. Edward M. Stack's idea is that language and culture are inex¬ 
tricably woven together, and a comprehension of one without the other is 
32 impossible. One can therefore conclude that language and culture are 
social heritables which are acquired, maintained, modified and outmoded 
as prescribed by their own specific societies. 
Within societies are individuals who desire to understand and be 
understood by one another. Undoubtedly, it is this impulse which acts 
directly to call forth language.33 "in all its stages," argues William 
Whitney, "... speech is strictly a social institution."34 He expands 
the idea thus: 
Man speaks, ... in order to impart his thought. His social 
needs, his social instincts, force him to expression. 
. . . Speech is not a personal possession, but a social; 
it belongs not to the individual, but to the member of society. 
No item of existing language is the work of an individual; for 
what we may severally choose to say is not language until it 
be accepted and employed by our fellows. 5 
George A. Miller cites some other aspects which are pertinent to 
the nature of language. Among them are: (1) that languages are common 
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to every human society; (2) they are spoken; (3) they are composed of 
words or wordlike segments for which there are general methods for com¬ 
piling them in dictionaries; (4) they are subject to grammatical rules; 
(5) they can be reduced to writing through general methods; and (6) they 
or 
are a form of social interaction. These aspects denote that language 
is purposeful. 
Oiler and Richards assert, "... language is used by people for 
communication. ... to inquire, to understand directions and explanations, 
37 to explain themselves, and so forth." Warfel agrees that the primary 
purpose of language is to transmit a message from one person to another, 
but he points out that it is to be done in such a way that the receiver 
OO 
has in his mind the transmitted message. Samuel Butler explains that 
these ideas or messages must be intentionally conveyed "through the 
instrumentality of arbitrary tokens or symbols agreed upon and under¬ 
stood by both as being associated with the particular ideas in question.39 
These statements point to the fact that in order for language to be 
functional there must be dialogue in which there is agreement and under¬ 
standing of certain symbols or conventions. 
On the notion of symbols or conventions, Eisenson, Auer, and 
Irwin point out that the conventions of a linguistic system are trans¬ 
mitted culturally.4® One must accept then, that they are also received 
or acquired culturally, and that the process is one of learning language: 
specifically language acquisition. These authors cite W.. J. Brogden 
(1951) who maintains that, "... there is little question that the mas¬ 
tery of any language must be regarded as an example of learning."41 In 
turn, he cites the observations of Russell's (1927) and Mykelbust's (1954) 
research concerning the development in the child. The former upholds a 
15 
two-stage development: receptive and expressive, while the latter argues 
in favor of a three-stage development: the third being an inner language. 
This last stage refers to that language which an individual uses autis- 
tically, to talk to himself; the expressive language is that which he 
uses to make himself understood, and the receptive language is that which 
he uses to understand others.^2 perhaps some discussion of children's 
language may throw further light on the subject. 
"Children's acquisition of language probably begins well before 
they produce their first recognizable words," notes Falk, who outlines the 
stages at which children acquire the various phonological, syntactical, 
and semantic characteristics of language,43 and states, too, that certain 
of these aspects are not acquired until the age of ten or twelve.^ 
The writer concurs with this position and notes also that it is 
not unusual to find aspects of language which some individuals apparently 
never acquire, malacquire or acquire very slowly and with great difficulty. 
To illustrate this point, the following examples are given: 
same day repairs on radios, TVs, washers and dryhers 
he have a job where he be well renumerated 
some say the point is irrevelant 
They are undoubtedly the result of inattention to some morphological and 
lexical features of language. Mispronunciation is another such example. 
It is a malacquisition from either the phonological aspect of language or 
45 from problems which arise in the neural or muscular habits, or a com¬ 
bination of both. In any case, such insights make us realize that once 
a child begins learning language, any interference which occurs in the 
.46 
tremendously important functions of generalization and discrimination 
16 
must not be neglected. Hahits of language—good or bad—tend to become 
fixed at an early age. They develop with the individual either as helps 
or hindrances. These occurrences happen because the learning of language 
47 
is essentially a problem in psychology, individual, dyadic, and social. 
Finally, the several and diverse studies that have researched 
the nature of language have resulted in as many theories concerning it. 
In every aspect it is a human phenomenon; "... the primary and most 
48 
highly elaborated form of human symbolic activity," according to Hill. 
In response, one observes that however elaborate, complex, and symbolic 
to the adult mind, to the child mind, language is equally simple, uncom¬ 
plicated, and meaningful. Its acquisition, through the processes of 
decoding, storing, and encoding, and its function—to communicate ideas — 
are at one and the same time universally and particularly cultural. 
Language acquisition for the adult, however, when it involves a 
new and different language, is quite an undertaking. One must be cogni¬ 
zant of the fact that, prior to such an undertaking, the adult has already 
acquired language. Having reached adulthood, the individual's mother or 
native tongue, his first language, is now as much a part of him as breath¬ 
ing. John F. Kess admits that language acquisition at this stage "often 
becomes a tedious, time-consuming intellectual exercise instead of the 
49 rapid and facile experience it is for young children." 
Immediately one is confronted with the realization that this new 
language will be acquired only slowly and not without some difficulty. 
Laura K. Heileman, cited by Schulz, supports this idea and indicates that 
even learning vocabulary—just plain words, the very first unit which one 
so easily and readily mastered in one's mother tongue—may be "the least 
50 easy and the least brief of any language learning task." To the adult 
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mind this is frightening to say the least, and activates a kind of mental 
recoil. 
Despite the fact that human beings recognize language, whether it 
is native or not, they view a foreign language with a great deal of fear. 
Brooks attributes this fear to the fact that in learning a foreign language 
the adult brings to it "a very different set of physical and mental capac- 
CO 
ities. The implication here is that the mental capacities are by now 
in full command of a first linguistic system which will not yield easily 
to the superimposition of, or displacement by, a second one. 
Henry Sweet contends that no one ever really succeeds in eradi¬ 
cating the native language.^ For the foreign language learner the problem 
lies not so much in the acquisition of the new linguistic system as in his 
perception of the system per se. According to Stack: "It is a universal 
human trait to shun the unusual and unfamiliar and when a totally different 
language is involved, it is easy to imagine that the problem is much greater 
than it really is."54 Thus, one can agree with Brooks that the conditions 
for learning a foreign language differ widely from those of the first lan- 
55 
guage. Then, in order to study foreign-language acquisition, one would 
do well to consider the differing conditions and the concomitant problems. 
Judith Chun's work, "A Survey of Research in Second Language Acqui¬ 
sition," affirms that first and second language acquisition processes are 
generally similar, and that both seem to progress in stages. Two differ¬ 
ences between them which have engendered considerable research and con- 
56 
troversy are age and previous linguistic knowledge. 
Eric Lenneberg maintains that for adults the process of learning 
a second language differs from that of the child; that post-pubescent 
language learners must make a "conscious and labored effort" to learn the 
18 
second or foreign language; that the speech of the older learner is noted 
57 for its awkward accents. Stephen Krashen admits to this kind of quali¬ 
tative difference between the adult and the child in learning a second 
58 
language. On the one hand, he feels that the child acquires the second 
language rather effortlessly and subconsciously, while on the other hand, 
59 the adult uses conscious means to acquire it. Ellen Rosansky's work, 
while she does concede the importance of affective factors, indicates 
that cognitive factors make the critical distinction between the child and 
the adult in foreign-language acquisition.®® 
In Taylor's work, it is motivation, empathy, and ego boundaries 
that make the distinction between the adult and child in foreign-language 
acquisition. He proposes that it is a quantitative rather than a qualita¬ 
tive difference, so that in terms of rate of learning, the adult has the 
advantage of previous linguistic capability, and advanced cognitive 
maturity. He agrees though, that both children and adults employ similar 
physiological learning strategies.®* Ekstrand maintains that language 
acquisition, whether native or foreign, involves the same basic mechanism: 
that situations and developmental criteria determine the learning that 
takes place at different ages. His idea is that language learning ability 
generally increases with age. He labels this idea a 'developmental theory.' 
Another of his ideas is that at different points of this development, lan¬ 
guage learning ability may proceed somewhat slowly. Such an occurrence 
he calls a 'plateau. ' ^ 
Different aspects of foreign-language acquisition may be easiest 
at different stages in life is the position taken by Susan Ervin-Tripp. 
She points out that even as an adult, one continues to learn different 
aspects of one's own native or first language. Her idea—that different 
19 
aspects of language learning are better mastered at different stages in 
63 life --is supported by Ann Fathman who researched children of diverse 
language backgrounds studying English in the United States.64 She found 
that the younger ones were better at pronunciation while the older ones 
were better at morphology and syntax. 
The few successful adult language learners is the favored argu¬ 
ment of John Lamendella who disagrees with the popular notion that younger 
language learners are likely to be the more successful. To counter the 
controversial 'critical period theory' which favors them, he offers 'a 
65 sensitive theory period.' It refers to the period in which foreign-lan¬ 
guage learning is most efficient. Some indications that adults actually 
have an advantage in pronunciation are the result of studies done by Snow 
and Hoefnagel-Hohle. They compared the findings of a laboratory study 
with those of a naturalistic one, and they, too, reject the critical 
period theory. They conclude: 
. . . that younger children may continue learning longer than 
adults. They attributed this longer period of active acquisi¬ 
tion to differences in need and motivation, and hypothesized 
that older learners may rely less on pronunciation, because 
they are better at other things (vocabulary, morphology and 
syntax).67 
Chun's study, involving English speakers learning to speak French 
fift in France without formal instruction, resulted in findings similar to 
those of Snow and Hoefnagel-Hohle's work. The corporate conclusion of 
these researchers was that the differences in proficiency of different 
age groups might be attributed to situational differences. In toto then, 
the conclusions, of these empirical studies, which necessarily include 
biological, cognitive, affective, and social factors, are highly suppor¬ 
tive of the theory—different aspects of language are best learned at 
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different ages. On the other hand, the studies indicated little to uphold 
69 a firm acceptance of the 'critical period theory' of language learning. 
Another aspect, that of the acquisition of grammatical features, 
appears to he similar within both foreign-language learning and that of 
learning the first language. Roger Brown's study among children indicates 
that the grammatical features of the mother tongue are acquired in an 
orderly fashion.70 Dulay and Burt investigated this same feature among 
children learning a foreign language and found that they, too, demonstrated 
a sequence in the acquisition of grammatical morphemesStudies done by 
various investigators concerning these aspects are several and varied. 
The results obtained demonstrate unequivocally that, in both native and 
foreign language, grammatical morphemes are acquired sequentially. On the 
point of 'acquisition order,' Larsen-Freeman says she prefers, " 'difficulty 
order' ... as it more adequately describes cross-sectional studies . . . 
where the order represents the amount of difficulty subjects have in supply- 
72 ing the correct morphemes in a test situation." Thus, one can conclude 
that both child and adult foreign-language learners employ an order for 
acquiring the morphemes of a foreign language. The literature suggests 
that another concern of researchers is that of error in foreign-language 
learning, an area of great interest to this writer. 
Corder holds that error, by and large, is the means whereby learners 
of a foreign language attempt to communicate and thus do learn that lan- 
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guage. Chun pointsout that researchers of foreign language acquisition 
have come to regard error as evidence of hypothesis formation and testing 
on the part of language learners rather than seeing them as deviant forms 
to be eradicated at all costs.^ In addition to the examples which she 
cites, this writer offers the following, overheard at the West End MARTA 
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station in Atlanta, Georgia. As the train approached the concourse, a 
little girl inquired of her mother: "Is this 'wuh' train?" Such an error 
totally disproves what was for very long held to be the cause of foreign- 
language learners' errors. They were thought to be due largely to first 
language interference. However, in the above example, the child was speak¬ 
ing in her mother tongue. The difficulty lay within her own language; no 
foreign language was involved. Linguists, therefore, now believe--after 
repeated investigations—that many errors in foreign-language learning are 
a difficulty within the (foreign) language itself and are not necessarily 
due to a difficulty within the first language. That is, researchers are 
now seeing error more as intralingual and not as interlingual only.7^ 
Slobin and Fillmore are cited as having made significant discov¬ 
eries in foreign-language acquisition among children. They (children) find 
ways to learn the new language. The findings of the latter are socially 
significant, while those of the former are cognitiveJ^These and diverse 
other studies of error analysis have been undertaken, among other things, 
to attempt to identify some of the strategies of foreign-language acquisi¬ 
tion. Naturally enough, the studies will have been attempted from dif¬ 
ferent aspects, and will therefore have resulted from different types of 
error and descriptions.77 However, two strategies78--transfer and over- 
generalization—have provoked a great deal of discussion. 
Transfer, which refers to interference from the native language, 
is a controversial issue because some researchers find little evidence of 
it while others find the opposite. Most likely, differences can be attrib¬ 
uted to the differences in the types of foreign-language studies. Over¬ 
generalization reflects a fair command of the foreign language being studied. 
Both types of error occurred in Barry Taylor's study among two groups of 
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adult language learners. Among the beginners there was high incidence 
79 of transfer. Among the intermediate learners it was overgeneralization. 
According to bfode, "interference may occur at particular developmental 
stages."®^ Merrill Swain has demonstrated that a learner's errors need 
to be studied over a long period of time. Studies show that undoubtedly 
foreign-language learners do adopt strategies for learning the new lan¬ 
guage, but that there has been great difficulty in proving that the strate- 
82 gies are conscious. Tarone, Frauenfelder, and Selinker postulate 
83 semantic and topic avoidance among other conscious learner strategies, 
and Jacquelyn Schachter's study substantiates that one must not ignore 
the significance of avoidance in analysis of foreign-language learners' 
. 84 speech. 
Of late, foreign-language learning is being approached from the 
journal study data aspect. The method is that of interviewing the learner 
who will have kept a diary or log of his experiences, and his assessment 
of progress in learning the new language. The main thrust of this approach 
is to investigate further learners' strategies—how and if learners con¬ 
sciously use them to master the language. 
Francine Schumann was a participant in such an experiment. She 
reports on it in "Diary of a Language Learner." She found, "... that 
what I have learned is how learn second languages."®^ She feels this 
is significant in itself and proposes that techniques be developed to 
aggregate the data from several studies. Kathleen M. Bailey undertook a 
similar task and in "An Introspective Analysis of an Individual's Language 
Learning Experiences," she divulges her findings. Like Schumann, she 
proposes the journal also, as a research tool. Both studies are inter¬ 
esting. Both demonstrate that the learning of language is highly 
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individual; that the situation and the societal factors greatly affect the 
learner psychologically. His progress, as a result, will either be 
enhanced or impeded. Bailey writes that the language learner's success 
(based on her experience) is largely influenced by perceived success and 
87 encouragement versus overt feedback and lack of encouragement. 
By citing a few personal experiences of some researchers, and 
reviewing literature concerning foreign-language learning, the writer has 
attempted to show how the acquisition of a foreign language is accomplished. 
On the whole, there is strong evidence that whether in a formal or an 
informal setting, both the child and the adult acquire the new language in 
stages which are developmental. 
Encouragement and successful experiences promote positive progress 
in foreign-language acquisition. These conditions are necessary, and are 
generally in existence for the learner of one's own native language. In 
these respects there is similarity M'n first and second language acquisi¬ 
tion . 
One difference in foreign-language learning—labelled conscious 
by the adult as opposed to unconscious by the child—is influenced by 
maturity versus the lack of it. The mature learner possesses a previous 
linguistic background, while the immature one does not to the same extent. 
Another difference, of which researchers are more or less convinced, is 
that foreign-language learners use strategies as a means of language 
acquisition. 
Error-occurrence, which emerges in both first and second language 
learning, is currently being researched more extensively. The premise of 
this research is that underlying these errors there are factors which con¬ 
tribute to the process of language acquisition. Overall, this writer 
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concludes that the literature strongly indicates that foreign-language 
learning can he accomplished; that its accomplishment is, in many respects, 
similar to that of learning the first language. 
CHAPTER III 
ANALYSIS AND DISCUSSION OF THE FINDINGS 
The findings of this paper are based on the four hundred and one 
(401) responses from college students of the Atlanta University Center 
who returned the questionnaire (Appendix III). 
Limitations 
The author recognizes the interpretation of this study should be 
governed by the following limitations: 
1. The study was conducted in the four undergraduate 
colleges of the Atlanta University Center where 
the respondents were fulfilling Modern Foreign 
Language requirements. 
2. The verbal directions given to the students may have 
affected the responses. 
3. The students' interpretation of the verbal directions 
may have affected the responses. 
4. Inherent in all opinionated studies is the possibility 
that respondents may reply in a way that is not reflec¬ 
tive of their true opinions, but rather in a way that 
causes them to state what they perceive is expected 
of them and therefore socially acceptable. 
5. The mood of the respondents when completing the ques¬ 
tionnaire may also influence their responses. 
6. The survey was conducted over a two-week period during 
regularly scheduled classes. Thus, the classroom 
environment was also a consideration in respect to 
the responses. 
7. Loyalty to their respective colleges may have also 
influenced the respondents' answers. 
The findings have been described according to the following 
aspects: (!) Demographic Information, (2) Disposition of College Students 
9G 
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Toward MFL in General, and (.3) Disposition of College Students Toward the 
Teaching-Learning Methods of MFL. 
Demographic Information 
The study showed that among these four hundred and one (401) 
students there were two hundred and thirteen (213) males and one hundred 
and eighty-eight (188) females taking the MFL requirement. 
Three hundred and ninety-six (396) students responded to queries 
regarding the MFL required for their college degree. Three hundred and 
eighty-seven (387) stated that they were required to complete two to 
four (2-4) semesters while only nine (9) reported that they were required 
to do more. A third (33 1/3%) of this group was female and twice as many 
(66 2/3%) was male. Further investigation of this group might reveal 
that the additional semesters are a consequence of the particular major(s) 
being pursued by these students. It would, for example, undoubtedly be 
the case for one following a major in MFL. The other group was almost 
evenly divided between males and females: 53% and 47%, respectively, as 
shown in Table 1. 
TABLE 1 
NUMBER OF STUDENTS TAKING MFL REQUIREMENTS 
BY SEMESTER AND GENDER 
Number of Semesters 
2 - 4 More than 4 
Gender Responses ' % Responses 
. % ... Total Number 
Male 205 53 6 66 2/3 211 
Female . 182. 47. . 3   33 1/3   185 
Total 387 100   9  ioo  396 
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Responses regarding exposure to MFL prior to college enrollment 
numhered four hundred and one (401). Among these it was found that some 
three hundred and twenty-three (323) students had been exposed to a MFL 
but seventy-eight (78) had not. Students of the second group were sub¬ 
sequently asked how they perceived their MFL grades in comparison to 
grades in their other courses. There was a 100% response, of which 22 
students reported that their grades were sometimes higher than in other 
courses. The majority, 33 students, said their grades in MFL were always 
lower, and as shown in Table 2 some 23 students stated that their grades 
were about the same as in their other courses. 
TABLE 2 
NUMBER OF RESPONSES REGARDING MFL GRADES 
BY COMPARISON AND GENDER 
Gender 
Comparison of Grades ; Male Female Total Number % * ' 
Sometimes higher 14 . 8 22 28 
Always lower 19 14 33 42 
About the same r i3 10 23 29 
Total 46 32 78 99 
The success of those students whose grades were sometimes higher 
could suggest that they were receptive to the challenge of something new 
and different. More than likely they welcomed the diversion of a MFL 
particularly if they had good command of their own language. One could 
surmise that these students may have allotted extra study time to the 
subject in order to excel in it, even at the expense of other courses at 
times. 
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The reverse may very well be the case for that majority whose 
grades were always lower. Beyond that, it is common knowledge that many 
persons in general, notwithstanding college students, almost totally 
reject any language which is different from their own. In all prob¬ 
ability these students may have experienced a kind of trauma with the 
MFL which resulted in their not even affording it sufficient study time. 
Without a doubt, their efforts would have been affected, and considerably 
so, if knowledge of their own language was limited. This anomaly would 
certainly be underscored by the study of a MFL. 
For the students whose grades were almost the same as in other 
courses, the implication could be similar to that of the first group. 
However, they probably were in command of good study habits, carried 
well-balanced study loads, and arranged effective study schedules to 
which they adhered. 
In toto, one can infer that students' success or failure in a 
MFL, as in anything else, may be influenced largely by their own peculiar 
outlook on the subject, which, in turn, necessarily involves their manage¬ 
ment of it. 
The three hundred and twenty-three (323) students who reported 
that they had had some exposure to MFL were queried as to how they per¬ 
ceived their current progress. Some 3% opted not to respond. Of the 
remaining three hundred and thirteen (313), more than two thirds (67%) 
stated that their grades had improved in contrast to 13% who thought their 
grades had deteriorated. Some 20% of them reported that their grades 
remained constant. 
The findings could indicate that these students too, even though 
they had been exposed to a MFL, may have been affected somewhat similarly 
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to either a greater or lesser degree than their counterparts discussed 
earlier. That is, those who reported improvement may have accepted the 
challenge of the MFL study more readily than those who said their grades 
had deteriorated. 
It was recognized that two other factors which could affect the 
college student's MFL study should be examined. They were: class size 
and whether or not high schools had offered the subject. The first issue, 
class size, generated three hundred and eighty-seven (387) responses, 
and high school offerings drew three hundred and ninety-six (396). 
In order to appreciate class size, the author has arbitrarily 
designated as small those classes having zero to fifteen (0-15) students, 
as medium those with sixteen to twenty-four (16-24), and large classes 
are those with twenty-five or more (25+) students enrolled in them. As 
shown in Table 3 some 23% of the respondents were in large classes com¬ 
pared to the 9% in smaller ones. The majority, 68%, which comprised more 
than two-thirds of the students who responded, were in medium-sized 
classes. 
TABLE 3 
NUMBER OF RESPONSES CONCERNING CLASS SIZE 
Class Size Responses % 
Small (0-15) 35 9 
Medium (16-24) 264 68 
Large (25+) 88 23 
Total 387 100 
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Table 4 will demonstrate how. MFL study was dealt with in some 
high schools. There were three hundred and ninety-six (396) responses 
to this question. Only 4% of the respondents stated that their high 
schools did not offer a MFL in contrast to 51% who said it was an option 
at their schools. Forty-five percent (45%) reported that at their high 
schools MFL was a requirement. No attempt was made to determine the 
number of high schools involved. 
TABLE 4 
NUMBER OF RESPONSES REGARDING MFL IN HIGH SCHOOLS 
BY REQUISITE AND GENDER . • 
Gender 
Requisite Male FémaTe Total Number % 
Option 106 94 200 : 51 
Requirement 93 87 180 45 
Not Offered 9 7 16 4 
Total 208 188 396 100 
These results suggest that at least some 45% of the respondents had been 
required to follow a course of MFL and that 51% had had the opportunity 
to do so. 
In this study it was found that of the two hundred and thirteen 
(213) males, there were ninety-two (92) taking French, and one hundred 
and twenty-one (121) taking Spanish. Among the females, one hundred and 
four (104) were enrolled in French classes while eighty-four (84) were 
in the Spanish classes. It appears that French was as popular among the 
females as Spanish was among the males. This trend could be a carry over 
from courses followed in high school, since it would be logical that the 
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familiar would be the easier to pursue. On the other hand, these courses 
could be the popular ones among the college students for various other 
reasons. For example, the instructor may be very youthful and trendy, 
s/he may possess an unusual sense of humor, or simply, s/he may have the 
reputation of being an excellent teacher. 
Disposition of College Students Toward MFL in General 
The first of the queries sought to discover what percentage of 
these students did and did not have exposure to MFL prior to college 
admission. There was a 100% response, and of the four hundred and one 
(401) respondents, only 19% had had no exposure to a MFL. However, more 
than four times as many, 81%,had had some exposure before being admitted 
to college (Table 5). 
TABLE 5 
NUMBER OF RESPONSES TO MFL EXPOSURE PRIOR TO COLLEGE 
BY AMOUNT OF EXPOSURE AND GENDER 
Gender 
Amount of Exposure Male Female Total Number % 
Some 167 156 323 81 
None 46 32 78 • 19 
Total 213 188 401 100 
The result is somewhat similar to the outcome in Table 4 in which compar¬ 
atively few persons declared that they had had no exposure to MFL prior 
to college admission. 
These findings coupled together strongly suggest that vigorous 
attention is being given to MFL by American educators. A further impli¬ 
cation is that many students who may never be privileged to more scholarly 
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pursuits are being offered MFL courses which per se ". . . introduce 
students to non-English-speaking cultures, heightens awareness and com¬ 
prehension of one's native tongue, . . .88 Indubitably, as the indivi¬ 
dual student's perspective is hroadened and deepened in these universal 
areas, so is that of society at large. 
The outcome is also consistent with the MLA Preliminary Report 
on College and University Entrance and Degree Requirements in Foreign 
Languages, 1980-81, which showed that 20 institutions or 3.6% of seven 
hundred and thirteen (713) departments at five hundred and fifty-three 
(553) colleges and universities have established or re-established (since 
89 1975) an entrance requirement. 
The second question inquired 0.f students' motives for enrolling 
in a MFL despite the fact that it is generally required throughout the 
Atlanta University Center. Table 6 will show that there were three 
hundred and ninety-four (394) responses, of which 17% stated that the 
MFL was required for their majors. More than three times as many, 54%, 
claimed that they enrolled for "other" (unstated) reasons. The remaining 
29% gave such explanations as "it seemed easy," "my friends were taking 
it," "I'd heard that the instructor was really good," and "I'm really 
interested in it." All these the author has interpreted as responses of 
"high interest." 
The largest percentage, 54%, of the students having responded 
that they were taking MFL for reasons "other" than for their majors, could 
suggest that they were aware that a MFL, of one kind or another with its 
concomitant culture, is affecting today's world in very definite ways. 
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TABLE 6 
NUMBER OF RESPONSES FOR TAKING MFL 
BY MOTIVES AND GENDER 
Gender 
Motives Male Female Total Number % 
For major 31 36 67  17 
High interesi 51 65   116   29 
Other 129 82 7  211'.  54 
Total 211 183 394   100 
Clowney and Legge's study (1978) also showed that the largest 
percentage, 44.5%, from among one hundred and eighty-two (182) students 
reported that their choice of a MFL was because it appeared very important 
in today's world. ^ Using the same argument for those 29% who enrolled 
for "high interest" in the current study could further imply that a large 
percentage of today's students perceive that theirs is a highly competi¬ 
tive society, and that the existing MFL trend dictates that they equip 
themselves adequately in order to function in it. Both studies certainly 
underscore the rationale for a new and dynamic role in MFL within academia 
These data then, if taken a step further, would appear to indicate 
that those who returned the questionnaire were aware that their job possi¬ 
bilities could be enhanced with the added knowledge of a MFL. To deter¬ 
mine this matter more fully, the questionnaire asked directly if they 
were aware that the inclusion of MFL in their studies could render them 
more marketable. From among three hundred and ninety-nine (399) responses 
only eighty-four (84) persons or 21% reported that they were unaware of 
this fact. On the other hand, almost four times as many, some three 
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hundred and fifteen (315) or 79% of the respondents, answered the ques¬ 
tion affirmatively. 
This outcome differs from that of Clowney and Legge's study 
(1978) in which only 30.2% of one hundred and eighty-five (185) students 
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responded that they considered MFL useful for the job. The current 
study, however, does appear to reflect a changing trend in favor of MFL 
and is declared in Making the Grade, the Twentieth Century Fund Task 
• Force on Federal Elementary and Secondary Educational Policy. It is that 
"... young men and young women with proficiency in foreign languages 
are sorely needed now that we are increasingly involved in competitive 
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trade and investment with the rest of the world." 
Congressman Paul Simon, in his well-documented book, The Tongue- 
Tied American (New York: Continuum), reveals that there are sizable numbers 
of employers who are seeking people with knowledge of foreign languages.93 
He later punctuates this statement with the following one: "The evidence 
of the internationalization of our society and the job market is every- 
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where." 
Indeed this changing trend may be the sequel to the campus mili¬ 
tancy of the '60s and '70s at which time "Americanization" at any and 
almost all costs was foremost in political and professional thought. 
Things foreign, and particularly foreign languages, were under attack. 
They were suspect; a threat to the American identity. Speak "our" lan¬ 
guage; this is America. Now in the '80s, one short decade since, America 
and Americans are paying an astronomical price, not only in cold cash, 
but also in the cold and calculated assassination of her people, for that 
kind of thinking.^ 
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A summary in Strength Through Wisdom: A Critique of U.S. 
Capability, the report of the President's Commission on Foreign Language 
and International Studies in 1979, states in part: ", . . It is going to 
be far more difficult for America to survive and compete . . . if we 
cannot communicate with our neighbors in their own languages and cul- 
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tural contexts." 
Such a perspective signifies that there will be in all prob¬ 
ability a marked upswing in the status of MFL in the future education of 
American students. The same publication also notes that, "Our gross 
national inadequacy in foreign-language skills has become a serious and 
growing 1iability." 97 The impact of this statement was highlighted for 
this writer while a student and graduate assistant in the Atlanta Univer¬ 
sity Center. Lack of foreign-language skills is highly responsible for 
the next question which attempted to ascertain whether or not students 
perceived MFL as a skill. 
There were three hundred and eighty-eight (388) responses. Among 
them some three hundred and seventeen (317) or 82% of the students said 
they recognized MFL as a skill, but there were seventy-one (71) or 18% 
who did not. One reason for this finding could be that many students do 
not comprehend their own language as a skill, despite the fact that they 
experience the necessity for its continual use in everyday life. The 
writer has been made aware (from years of teaching) that several students 
are not cognizant of listening and comprehending as developmental skills 
which,of necessity, precede speaking first in their mother tongue. The 
additional components of language [the reading and writing skills) then 
suffer as they are regarded similarly, and the entire notion of language 
in one's own native tongue becomes deficient and less effective. Therefore, 
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the undertaking of a MFL is perceived as a task of the most onerous 
magnitude rather than a skill which can be mastered. 
These facts, in the opinion of the researcher, could form the 
underlying basis for the great dearth of MFL majors throughout the 
country, and particularly in this Center. Generally speaking, the re¬ 
searcher feels that the disposition of the college students who parti¬ 
cipated in the survey is positive toward the MFL requirements. 
Disposition of College Students Toward the 
Teaching-Learning Methods of MFL 
In most MFL classes, not unlike others, the scope of abilities 
may be extremely varied. This has long been recognized as a possible 
detriment to students. Those who are unsure of the subject often suffer 
a great deal of anxiety and feel very threatened by the more advanced, 
and by those who appear to learn more easily and quickly. Those who are 
more apt become impatient with the ones who seem slower. In order to 
determine what the students' dispositions were toward class mix in the 
current study, the researcher devised a question wherein students had to 
affirm or deny that if their classes had been more homogeneous their 
achievement levels might have been higher. 
The responses, which were almost evenly divided, numbered three 
hundred and ninety-nine (399). Affirming were two hundred and twenty (220) 
or 55%, and one hundred and seventy-nine (179) or 45% of the respondents 
denied it. This division could mean that the latter group may have been 
experiencing more success with the subject than the other 55% who may not 
have. Hence, it appears that the class mix did not matter to the latter 
but to the former group. The outcome differs somewhat to a similar ques¬ 
tion in Clowney and Legge's survey which gave the added option, "I don't 
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know." The respondents there agreed in a general way that they did not 
know whether a different class organization may have helped them in their 
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foreign-language study. 
The next question inquired whether students believed their achieve¬ 
ment levels would have been higher if classes had been conducted totally 
in the target language, that is, if no English at all had been allowed. 
This attracted three hundred and ninety-five (395) responses of which less 
than one-third, 31%, or one hundred and twenty-four (124) students felt 
positively toward such an approach. The majority, more than two-thirds, 
numbering two hundred and seventy-one (271) persons or nearly 69%, indi¬ 
cated they would not have performed well under such conditions. 
This situation constitutes what is known as immersion, in which 
listening and comprehension or listening comprehension is paramount. 
Almost 69% of the respondents stated that their listening comprehension 
would have fared poorly. This observation could suggest, among other 
things, that those students may have experienced difficulties of enuncia¬ 
tion even by speakers of English. One example of this occurrence may be 
the Southern drawl which is not easily distinguishable to a Northerner, 
despite the fact that both groups speak the same language. Another 
example may be the rank Cockney accent of the Londoner: English which 
differs from that of many other Britishers. In addition, there would be 
the barrier of simultaneous translation which would likely pose difficulty 
as several of these students' exposure to the spoken language may have 
been limited at that time. 
Students were also asked to predict the outcome of their achieve¬ 
ment levels since difficult concepts would always be explained in English. 
Three hundred and ninety-six (396) students responded. Almost three- 
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quarters, numbering two hundred and eighty-six (286) or 72% of them, 
replied positively. Just over a quarter, which was one hundred and ten 
(110) or 28% of the respondents, did not share this opinion. 
The response here could suggest that the smaller group (28%) 
had had considerable exposure to a MFL and may also have had a fairly 
sound knowledge of the structure of their own language. For the other 
group, such facts could have been in grave doubt. Several students may 
have been aware that within their own English language there were struc¬ 
tures or concepts which they had difficulty comprehending. This occur¬ 
rence has often been met by the researcher in teaching English classes, 
notwithstanding those of MFL. Largely in the MFL classes it was dis¬ 
covered and pointed out that difficulties perceived of MFL origin were 
actually embedded in the English: the language-learner's mother tongue. 
Thus the high preference for explanations to be given in English is com¬ 
prehensible. 
Students were then requested to agree or disagree that their 
interest would have been greater if initially there had been some more 
cultural introduction to MFL. Responses numbered three hundred and 
eighty-seven (387). Nearly 22% or eighty-five (85) respondents were 
undecided. Seventy-seven (77) or almost 20% disagreed, but more than 
half or 58% did agree with the idea. 
It is possible that the majority who agreed were aware of the 
sociocultural dimensions of language. That group would include the 
". . . language-learner who is likely to exhibit some degree of indepen¬ 
dence from his own cultural setting."99 The other two groups, in addi¬ 
tion to the possibility of being unaware of such dimensions, may also 
have "had serious personal conflicts" as described by Gardner and Lambert 
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The data from these inevitably interlaced language areas point 
out and are supported by Stack's notion that "language and culture are 
inextricably woven together, , . H. Douglas Brown, in Principles of 
Learning and Teaching (1980), declares: "The acquisition of second 
102 language, ... is also the acquisition of a second culture." Some 
interesting insights concerning students' cultural identity as it is 
affected by their study of MFL also emerge in response to Clowney and 
Legge's questionnaire. They reveal "... that many students (57%) in 
foreign language classes felt that their own cultural identities were 
somehow threatened by a wholehearted commitment to the study of the 
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language and culture of a foreign people." 
An item which attained three hundred and ninety-three (393) 
responses queried why students were unable to speak the MFL more fluently 
after fulfilling the requirements. Table 7 shows that almost a quarter 
(23%) indicated that the course design was the reason, while more than 
half (56%) believed it was due to the students' failure to practise. 
Only 2% felt there was need for native speakers and 3% opined it was a 
combination of all these things. The remaining 16% were undecided. 
The 23% who pointed to the course design could suggest that they 
had expected it to lend itself more fully to a speaking proficiency 
approach than it had done. One reason could be that these students may 
have been exposed to the Audioüngual Method at their high schools. As 
a result they may have enrolled in the course with "a desire to speak a 
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foreign language like a native." The 56% of the respondents who felt 
that it was the individual students' failure to practise could suggest 
that students had not been duly alerted to the time necessary for the 
study of MFL. Among these could have been those who had little or no 
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TABLE 7 
NUMBER OF RESPONSES REGARDING POOR FLUENCY IN MFL 
BY. REASON AND GENDER, 
Gender 
Reason Male Female Total No. ~fo 
Course design 41 48 89 23 
Lack of practice 121 99 220 56 
Lack of native speakers  4 '  4  8 2 
Combination " 9   2  .77 11 3 
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prior exposure to the new language. Further, there could have been those 
who had previously been exposed more to the Grammar/Translation Method, 
so that their attendance at labs or participation in the speaking exer¬ 
cises appeared to them more time consuming than necessary for oral pro¬ 
ficiency. It could also point out a certain lack of commitment to this 
particular area of MFL acquisition at this juncture of the study. For 
the 16% who were undecided, perhaps their expectations were beyond their 
capabilities in face of their MFL background and the work load required 
of them as college students. They may have found themselves having to 
"adjust their initial goals after they discover that speaking proficiency 
is the most difficult skill to acquire." 105 
The literature suggests that the latest teaching-learning trends 
place a great deal of emphasis on oral proficiency. Otherwise, "most 
students perceive a definite utilitarian function for language study." 106 
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In Learning Theory and Research Findings: Some Applications to the High 
School Classroom, Donna Sutton cites Carroll's study of foreign language 
majors : 
It was found that the median graduate with a foreign language 
major can speak and comprehend the language at about a Foreign 
Service Institute CFSI) speaking rate of '+2'; that is, some¬ 
where between a 'limited working proficiency,' and a 'minimum 
professional proficiency.' These results are not very satis¬ 
factory, . . . 107 
An article in The French Review (March 1980) asks the startling 
question: "As language teachers are we guilty of negligence in the teach¬ 
ing of basic oral communication skills?"^ The Task Force on the Twen¬ 
tieth Century Fund, as reported in Curriculum Report, takes the position 
that "every American public school student should have the opportunity to 
achieve proficiency in a second language.The article goes on to 
explain that since every teacher has his own set of ideas regarding profi¬ 
ciency, the American Council on the Teaching of Foreign Language (ACTFL) 
published in 1982 ACTFL Provisional Proficiency Guidelines which outline 
behavior-based scales of competence in foreign languages, that is, par¬ 
ticulars of "proficiency.Thus the question in the current study 
attempts to detect what appeared most emphasized in the MFL requirement: 
writing or speaking. 
Students were asked to agree or disagree that their classes 
expended too much time writing versus speaking the language under study. 
The results were almost evenly divided between those who agreed and those 
who did not: 40% and 36% respectively. Nearly a quarter of the respon¬ 
dents, 24%, were undecided (see Table 8). All four hundred and one (401) 
students responded to this question. 
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TABLE 8 
NUMBER OF RESPONSES REGARDING WRITING VERSUS SPEAKING 
  BY AGREEMENT AND GENDER  
Gender 
Agreement Male Female Total Number % 
Agree 82 80 162 40 
Disagree 72 71     143  36 
Undecided 59 37  96   24 
Total 211 188   40V: 100 
Could it be that for the undecided 24% the MFL course had become 
more a matter of procuring a passing grade than a concern for either 
speaking or writing proficiency? A paper on Methodological Trends in 
College Foreign Language Instruction states that "existing foreign 
language requirements are expressed in terms of semester or academic 
quarter credit hours rather than in specific competencies and/or levels 
of proficiency.One reason the 40% who agreed that too much time 
(emphasis) was given to writing may have been that they were interested 
in perfecting their ability to speak the language. The 36% who disagreed 
may have been comfortable with reading and writing it. In Clowney and 
Legge's study the results showed that in general the students desired 
oral practice in MFL, although many felt more at ease in listening and 
reading than in speaking and writing. 
One item asked students to give an opinion as to whether or not 
the approach to MFL by their college encouraged further study in the 
subject. This question drew the smallest number of all the responses, 
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only three hundred and fifty (350). This was striking in itself, and 
the responses were almost evenly distributed: 51% and 49% respectively. 
A reason that nearly half (or 49%) felt negatively could have been due 
to their class mix, in which there may have been a wide disparity of 
abilities. Great dissimilarities within a class, if left unaddressed, 
very often result in intense dissatisfaction. Another reason may have 
been the pace of the class: too fast or too slow, but never accommodating 
the needs of the students. It could be that this group may also have 
included some students who found themselves almost totally disenchanted 
with the college and all that it entailed. Maybe they had not even 
wished to attend it or any college, for that matter. Certainly such dis¬ 
positions would have colored their answers. 
Some reasons that fifty-one percent (51%) of the students were 
impressed positively could be that: (1) They may have been fortunate 
enough to have ended up in the class of their choice; (2) Their classes 
may have been small and scheduled at an hour which they preferred; (3) 
Sheer loyalty toward their own college would have played a large part in 
their positive outlook. 
Another query inquired of the students whether their experience 
with MFL caused them to decide to complete this requirement as soon as 
possible, or to delay it until their senior year. The large majority, 
three hundred and sixty (360) of the total three hundred and eighty (380) 
students replied that they decided to complete the requirement as soon 
as possible. Could one reason be that most of these students had been 
pursuing MFL for some considerable time before college, and they there¬ 
fore felt they had "had enough?" Could it be possible that some of them 
had never taken a class in MFL, and based their decision on "getting out 
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while they were ahead," that is to say, while the pressures of college 
life were somewhat light? One other reason may have been (as one or 
two commented) that they viewed the MFL courses as a possible hindrance 
to their anticipated graduation, and therefore decided to remove it early. 
It is possible, too, that the remaining twenty (20) who decided to delay 
may have "had enough" of MFL, so they decided to take on something dif¬ 
ferent and return to it later. Some of them may have experienced initial 
difficulty which prompted the decision to delay. One other possibility 
could have been the contemplation of studying in a French- or Spanish¬ 
speaking country. 
There were three hundred and ninety-eight (398) who answered the 
question: "Why do you suppose MFL is included in the college program?" 
Nine percent (9%) opined that it was included to enhance one's own lan¬ 
guage. Such a response appears to favor a background study of Latin and 
there were students who indicated that they had studied such courses. 
t t 
Reasons such as: "I had studied French (or Spanish), so now I wanted to 
try Spanish (or French)," "I wanted to know the language of another coun¬ 
try," "It exposes one to another skill," were given among the 68% who 
stated that the inclusion of MFL in the college curriculum was for the 
last mentioned reason; exposure to another skill. Almost a quarter, 
amounting to 23% of the students, said they felt MFL was included only 
to satisfy the core curriculum courses. It may very well have been the 
only reason they enrolled in the class. 
A final point which the writer wished to examine was what the 
students would propose for the MFL Requirement in the Atlanta University 
Center. Of the three hundred and eighty-seven (387) replies, only 10% 
felt it should be discontinued. Some 41% declared it should be revised 
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TABLE 9 
NUMBER OF RESPONSES REGARDING THE FUTURE OF MFL 
BY STUDENT PROPOSAL AND GENDER 
Gender 
Proposal Male Female Total No. ~1T 
Retained 101 88 189 49 
Revised 86 74   160 41 
Discontinued 20 18 38 10 
Total 207 180 387 100 
and nearly 50% stated that it should be retained (see Table 9). 
Total disillusionment and unsatisfactory experiences with the 
MFL requirement could have been the reason that 10% of the respondents 
call for discontinuance of the program. Perhaps they had felt little 
or no growth beyond what they had brought to the course and therefore 
counted it a waste of time, energy and money. The very opposite may have 
been the case for the nearly 50% who wished to see the requirement 
retained. Another reason may have been that for them, MFL may have been 
an area of success beyond their expectations, and therefore felt it could 
provide the same or a similar experience for future students who may 
come to the Center. The reason for revision given by 41% of the respon¬ 
dents could very possibly be the influence of the latest MFL trend--oral 
proficiency. It could suggest that they recognized the benefits of this 
component of MFL as invaluahle in transactions of international business, 
social work, medicine or with several other compatible disciplines. 
CHAPTER IV 
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
This study was undertaken to examine whether the views of 
college students of the Atlanta University Center were generally posi¬ 
tive, that is, favorable, or negative toward the modern foreign language 
requirements. Further, it proposed to attempt to determine whether or 
not the students' opinions concerning the teaching-learning methods, as 
they perceived them, indicate the need for some modifications in some of 
the methods of instruction as they pertain to classroom environments. 
The investigation was conducted over a two-week period during the spring 
semester of the 1982-83 school year. 
A self-administered questionnaire was the medium used to collect 
the data. The information thus gathered was subsequently analyzed and 
fittingly discussed in relation to the subject. The participants were 
collegians from one or the other of the four undergraduate institutions 
which form a part of the Atlanta University Center. They numbered four 
hundred and one (401) and were students who were enrolled in the required 
modern foreign-language courses. 
The data elicited from the returned questionnaires disclosed the 
following results: Cl) Eighty-three percent of the respondents stated 
that they enrolled in the MFL courses for reasons of (a) "high interest," 
and (b) "other" because it was required for their majors. This finding 
would undoubtedly be judged as favorable toward MFL. At the same time, 
one needs to understand that the 17% who enrolled apparently only because 
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the MFL was required for their majors cannot be discounted wholly. Sev¬ 
eral of those majors could have been in the field of modern foreign lan¬ 
guages, and it is for this reason that they cannot be regarded as negative 
toward MFL. (2) Another 81% of the enrollees had been exposed to MFL 
prior to college entrance. The implications here are that perhaps some 
of the instructors would have a number of students with a MFL background 
on which to build perceivable progress within a relatively short time. 
(3) Some 79% of the respondents were aware that a knowledge of MFL could 
enhance their marketability. This knowledge means that they could possibly 
be influenced to continue their study of MFL beyond mere required courses. 
(4) This same argument could be useful for the 82% of the participants 
who indicated that they understood MFL as a skill. (5) The knowledge 
could similarly be significant for the 67% of the students who agreed 
that MFL was included in college programs of study because, obviously, 
college administrators also considered it a skill. (6) Only one in every 
ten, that is, only 10% of the respondents, suggested that this particular 
requirement should be discontinued. This disclosure indicates that there 
were 90% of the respondents who did not share this opinion. The implica¬ 
tion is that, more than likely, the majority of students were able to 
appreciate the value of this discipline. 
Bearing these results in mind, the writer concludes that the over¬ 
all disposition of the college students in the Center is favorable toward 
the requirements of modern foreign languages. 
Investigation of the teaching-learning methods of the same subject 
produced evidence which appears to indicate that some modifications may 
be in order. Instruction of a manner which would more nearly meet the 
preferences of the students, and classes conforming to more homogeneity 
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were the main areas pointed out. Inherent in almost any teaching- 
learning situation lies the need for innovations of some kind. Generally, 
they can and do promote a greater sense of satisfaction than was pre¬ 
viously experienced. In any case, the findings here certainly warrant 
further research. The author submits that a part of such inquiries could 
be the implementation of some of the strategies suggested by the very 
findings themselves. 
One of the results from the current study established that more 
than half (55%) of the participants preferred to be placed in classes 
with students whose level of performance was nearly the same. In all 
likelihood, such a preference was based on the intense anxiety suffered 
by students who find themselves in classes with others who appear to be 
far more capable than they are in MFL. 
Another finding was that 69% of the respondents would not choose 
classes which would be conducted by the total immersion method. It is 
highly probable that they, too, would be plagued by anxiety. Perhaps, 
the same could be said for the 72% of the students who preferred that 
explanations always be given in English, where there were difficult con¬ 
cepts to be comprehended. Anxiety might also have played a major part 
in the decisions of the 95% of those students who completed their MFL 
requirements as soon as possible. It could, as well, have had an effect 
on the 5% who stated that they decided to delay it until their senior 
year. 
The evidence, then, suggests that certain MFL class arrangements 
may inadvertently promote levels of fear whereby the progress of some 
students is appreciably impeded. Horwitz and others have studied this 
phenomenon and advise in "Foreign Language Classroom Anxiety," MLJ 
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(Summer 1986), that educators can help lessen the stress.^ This 
writer strongly recommends that concerted efforts he made to implement 
and attentively monitor MFL classes which are more homogeneous on all 
the points mentioned. The results concerning students' progress in such 
environments could prove enlightening and beneficial. 
Another finding established that 79% of the participating stu¬ 
dents responded that after fulfilling the MFL requirements, their expec¬ 
tations of fluency were not nearly realized. They point to the course 
design and lack of speaking practice. This observation could imply that 
there were several students who had a great deal of interest in oral pro¬ 
ficiency. The same reasoning could be used with respect to the partici¬ 
pants (40%) who agreed that too much time was spent writing, in comparison 
to that of speaking the target language. Likewise, more than half (58%) 
of the responding students stated that their interest in MFL would have 
been heightened if they had been initially introduced to some features 
of French and/or Spanish culture. 
This rationale indeed underscores Edward Stack's notion that 
language and culture are inextricably woven together, and a comprehension 
of one without the other is impossible.^ It could very well be that 
the cultural feature would have provided what may have been the missing 
link for the several respondents who found themselves "undecided" about 
the study of a MFL. 
From the evidence presented here, one can discern some areas of 
specific interest among the students. For teachers of MFL, the implica¬ 
tion is clear: interest in MFL classes is greatly enhanced by "culture 
in the classroom."^15 Nelson Brooks, writing in Language and Language 
Learning (1964), marks with a red letter, so to speak, this aspect of 
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teaching-learning instruction in regard to MFL. 
The researcher recommends then, that the planning of MFL pro¬ 
grams should include: a fuller consideration for, a better accommodation 
of, and a more active encouragement of student interests in MFL. Very 
often, and admittedly, as John R. Edwards point out in "Critics and 
Criticisms of Bilingual Education," MLJ (Winter 1980), the wishes and 
needs of participating students, when placed in relation to the programs 
that are presented to them, are worlds apart. 
A final finding of this study showed that the number of respon¬ 
dents was almost equally divided as to whether or not their respective 
college(s) encouraged students to continue the study of MFL beyond the 
required courses. Fifty-one percent agreed while 49% disagreed. It is 
quite possible that personal loyalties may have found their way in these 
responses, since the question itself was unavoidably rather subjective. 
However, the crux of the matter may very well rest within the observation 
of one of the participants, who commented: "My college neither encourages 
nor discourages further study of MFL." Despite the fact that this obser¬ 
vation is that of only one student, the author feels that the implication 
still holds. It is that: a MFL as presented by his/her college was 
apparently not attractive enough to sustain his/her interest beyond what 
was required. 
Hence, the writer recommends that additional delving into (and/or 
lively arousal of) student interests should be done. For example, many 
young persons today are keenly interested in the daily horoscope. Perhaps 
a presentation of the signs of the zodiac could initiate a lesson. Cars 
are another great interest and would probably be useful in a Spanish lesson 
when they discovered the meaning of "nova" (no-va) in that language. 
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Foods, filmstrips, movies, .visits and visitors, not to forget the ever 
popular music of the French and/or Spanish people, could he utilized in 
the MFL classroom. In this way, students are led to comprehend that 
culture and language are part and parcel, the one of the other. Such 
variety would surely enliven the MFL classroom. Granted, at first glance 
this recommendation presents a great deal of work. But, with today's 
advanced technology, particularly with the computer, it probably could be 
managed. An enthusiastic instructor, afforded sufficient latitude at 
least to attempt to implement and attentively steer such innovative pro¬ 
grams, could possibly produce some surprisingly profitable results. 
In summary, the conclusion can be drawn that: firstly, the dis¬ 
position of college students of the Atlanta University Center toward MFL 
requirements is more positive than negative. The overall implication in 
this respect is, that students may be beginning to see the importance of 
acquiring a language other than their own. It may be that students are 
realizing, as Edna Sims observes, that the black student who is without 
foreign-language skills and who is interested in blacks of other countries 
must rely on second-hand information concerning them. She goes on to 
point out, "A knowledge of a single foreign language will give students 
the competitive edge."*17 It may be that this shift in posture toward MFL 
study is the outcome of a similar shift in societal attitudes toward this 
discipline. Cynthia Sanz writes in '"Reverse1 Bilingualism for the Non- 
Ethnic;" New York Times (November 1985), that language study is on the 
rise. 
Secondly, some modifications in the teaching-learning methods as 
to classroom environments within some of the colleges of the Center may 
be in order. The potent implication here is that college MFL Departments 
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can fan into a flame the students' smouldering spark of interest in MFL. 
It is a lofty goal as Martha Pereszlenyi at the First National Conference 
on Individualized Instruction in Foreign Languages [Ohio state University, 
1979), put it, and a lot of hard work.**® gut, tt may be the price of 
success; not only for the individual student, who may be fortunate enough 
to pass within the walls of higher learning in the Atlanta University 
Center, but also for a proportionate segment of the larger black community. 
The current study did show that there is a strong tendency among 
students toward the need for more emphasis on oral proficiency. This 
tendency emerged also in Clowney and Legge's work.120 Further research 
is urged to determine categorically (1) whether or not students pursue 
MFL beyond the core courses, (2) to what extent, and (3) for what specific 
reasons. 
Careful attention to this research would reveal that there was a 
greater number of male than female participants. This imbalance may have 
accounted for the consistently higher number of responses from the males, 
except in two instances (see Tables 6 and 7). It was beyond the scope of 
this paper to determine whether the findings were significant as regards 
male versus female. Therefore, further research is invited to decide (1) 
whether or not a gender variable in MFL study is significant and (2) if 
so, what is the causal factor. 
The author recommends the following plans for implementation: 
(1) arrange classes with more homogeneity; (2) make concerted efforts to 
bring the students' interests more fully in agreement with the target 
language, and vice versa; (.3) give the MFL Departments added incentives 
to promote programs, which will be seen to encourage students to study 
foreign languages beyond the core curriculum courses. In a well-documented 
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article, "The Minority Student in Foreign Languages," MLJ (Spring 1980), 
Louise J. Huhbard eloquently points out the need for the black American 
to pursue foreignrlanguage study. She suggests, "Knowledge of a second 
language gives a better opportunity for economic security, future advance¬ 
ment, and job flexibility. , . . This is to be especially prized by the 
black American. 
In addition, it would be advantageous to observe carefully the 
results produced by any one or all of the recommendations for the pur¬ 
pose of collecting data, which could prove helpful to the teaching-learn¬ 
ing aspects of modern foreign languages. 
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School of Arts and Sciences 
Atlanta University 
Atlanta, Georgia 30314 
March 22, 1983 
Dr. James S. Gates, Chairperson 
Department of Foreign Languages 
Spelman College 
350 Spelman Lane, S.W. 
Atlanta, Georgia 30314 
Dear Dr. Gates: 
As part of the thesis requirement for the graduate degree in modern 
foreign languages at Atlanta University, I have decided to do a study on 
the modern foreign-language requirement necessary for the undergraduate 
degree in the Atlanta University Center. 
I am interested in polling the students who are enrolled in the 
required French courses, and also those in similar Spanish courses. The 
investigative thrust of the study will be an attempt to ascertain whether 
or not students agree that the present approach to the study of these 
required courses is such that they recognize modern foreign language as 
an additive skill. The survey instrument will be a self-administered 
questionnaire, the results of which will be statistically incorporated 
within the thesis. 
Inasmuch as your department forms a very important part of this 
Consortium, your helpful support toward this project will render it 
significant. In order to set up a schedule in which the questionnaire 
may be effectively administered, it will be necessary for us to meet to 
discuss the details. If Monday, March 28, 1983 would be at all possible, 
please let me know. I will be happy to contact your secretary for your 
response. In any case, I look forward to hearing from you soon. 
Sincerely yours, 
(Mrs.*ï Elizabeth Isaac 
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Appendix II 
School of Arts and Sciences 
Atlanta University 
Atlanta, Georgia 30314 
March 22, 1983 
Dr. Blanche Hamilton 
Coordinator of the Foreign Language Program 
Atlanta Public School System 
Instructional Services Center 
2930 Forrest Hill Drive, S.W. 
Atlanta, Georgia 30315 
Dear Dr. Hamilton: 
While researching source and resource materials for a thesis on 
which I am working at Atlanta University, I was made aware that recently 
you have successfully completed a doctoral. : dissertation pertaining to 
global education. It is an area in which I too am very interested, and 
more specifically as regards to education in modern foreign languages. 
I am therefore writing to inquire of you just how I may obtain a copy of 
your work. It has been suggested that I read it, a suggestion which I 
intend to follow. 
Perhaps at some future time it would be possible for us to meet to 
exchange and to share ideas concerning our common interest. 
I do hope to hear from you soon. 
Sincerely yours, 




STUDENT VIEWS TOWARD MODERN FOREIGN LANGUAGES 
This questionnaire is designed to elicit and examine your views 
concerning the required study of modern foreign languages (MFL). You do 
not have to participate. However, your opinion will be very important 
to this study and will be greatly appreciated by the researcher. Please 
be assured that it will in no way affect your grades. It is to be con¬ 
ducted in a purely scientific manner. No identification of yourself is 
therefore necessary. Thank you for your cooperation. 
Carefully read the following statements/questions, then circle 
the one that gives your opinion. At times you must write in your answer. 
Demographic Information 
1. In the interest of my college degree I will have to complete the 
following requirement in a Modern Foreign Language (MFL): 
a. 2 semesters 
b. 3 semesters 
c. 4 semesters 
d. other (please specify)  
2. Before coming to the Atlanta University I had had 
a. no exposure to a MFL 
b. just a little exposure to a MFL 
c. years/semesters/quarters of   at high school 
d. several month/years of exposure to a MFL because I had lived in 
  where     is the language 
d. other (please specify)  
If you circled 2a, complete 3 then skip 4. 
Otherwise, skip 3 and continue from 4. 
3. My grades in French/Spanish are: 
a. sometimes higher than in my other courses 
b. always lower than in my other courses 
c. about the same as in my other courses 
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4. On the whole, my progress in French/Spanish seems to have 
a. steadily improved 
h. steadily deteriorated 
c. remained constant 
5. What has been the approximate size of most of your MFL classes 
at college? 
a. 0-15 
b. 16 - 24 
c. 25 + 
6. At my high school the study of a MFL was 
a. an option 
b. a requirement 
c. not offered 
Disposition of Students Toward MFL in General 
1. Before coming to the Atlanta University Center I had had 
a. no exposure to a MFL 
b. some exposure to a MFL 
2. I decided to take French/Spanish because 
a. it is required for my major 
b. my friends were taking it 
c. I'd heard that the instructor was really good 
d. I am really interested in it 
e. other (please specify)  
3. Have you ever been made aware that the inclusion of French/Spanish 




4. In your opinion, is French/Spanish more 
a. a skill-related course 
b. a course more similar to history, geography or sociology, for 
example 
66 
Disposition of Students Toward MFL Teaching-Learning Methods 
1. Do you think your achievement level would be higher if the 
students in your class were nearly on the same level? 
a. yes 
b. no 
2. If the classes were conducted totally in the target language (that 




3. Do you think you would achieve at a higher level if the grammar 
and other difficult concepts were always explained in English? 
a. yes 
b. no 
4. Do you feel you would have been more interested in the MFL courses 
if you had first been introduced to some of the customs and culture 




5. Many students feel that after fulfilling the MFL requirement they 
should be able to speak French/Spanish more fluently than they 
really can. In your opinion, is this failure due to 
a. the design of the course 
b. the individual student's failure to apply himself to the 
required practice 
c. a need for native French/Spanish speaking instructors 
d. a combination of the above? If so, which combination?  
6. It is my opinion that the MFL requirement is planned 
a. only to satisfy the core curriculum courses 
b. to enhance the student's knowledge of his own language 
c. to expose the student to another skill 
7. My experience with French/Spanish made me decide 
a. to complete the requirement as soon as possible 
b. to delay it until my senior year 
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8. Many students express the opinion that too much time is spent 
writing the language rather than speaking it. What is your 
opinion? 
a. I agree 
b. I disagree 
c. I am undecided 
9. In my opinion, the study of French/Spanish as approached by my 
col lege 
a. is very effective and encourages students to continue studying 
it. 
b. does not encourage students to continue it beyond the required 
courses. 
10. It is my firm opinion that it would be in the best interest of 
every college student of the Atlanta University Center if the MFL 
requirement 
a. was retained 
b. was revised 
c. was discontinued 
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of Second Language Acquisition 
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Thesis dated July 1986 
This project attempts to research the disposition of college stu¬ 
dents of the Atlanta University Center towards Modern Foreign Languages 
(MFL). The sampling frame was the four hundred and one (401) college 
students enrolled in the required MFL courses in 1982-1983. The medium 
used to record their opinions was a self-administered questionnaire of 
twenty (20) items developed by the researcher. They were divided into 
three subsections: demographic information, disposition of students 
towards MFL in general, and disposition of students towards MFL teaching¬ 
learning methods. Just before setting forth the aims and treatment of 
the thesis, the author discusses the background circumstances which 
prompted the research. She cites also some of the views held by leading 
authorities concerning the place of MFL in society. 
An overview of second language acquisition is then presented. 
It points out what some noted linguists and other experts assert about 
second language learning, as well as some of the many variables that 
pertain to its acquisition. Finally, the data are analyzed and discussed 
from the research on the disposition of Atlanta University Center 
college students regarding MFL. 
The study shows that with respect to MFL the disposition of 
college students in the Center is generally positive. Other findings 
disclose that: students are aware that a knowledge of MFL can enhance 
their marketability, the majority (.95%) of the students consider that 
MFL should be retained and/or revised; students indicate that a few 
modifications regarding some of the teaching-learning methods may be in 
order. 
Further research is invited to determine, among other things, 
what the mitigating circumstances are which hinder black students from 
majoring in MFL, and whether or not greater emphasis on oral proficiency 
is advisable. The recommendations include that: classes be organized 
with more homogeneity, concerted efforts be exerted to bring into closer 
harmony the students' interests with the target language, and that MFL 
Departments be given incentives to promote and highlight the importance 
of modern foreign languages in the Center. 
The author hopes that this study will inspire others so that the 
students of the Atlanta University Center will ultimately be able to reap 
the many benefits of modern foreign-language study and mastery. 
